Introduction

E
NGAGING AND RETAINING first year students is a current concern within Australian and international institutions of higher education (Australian Council of Educational Research [ACER], 2009; Krause & Coates, 2008) . This is particularly so in the Australian context where recent changes to the higher education sector have impacted on issues to do with first year student transition. These changes, such as an increased discourse of quality and accountability in higher education, government funding tied to student numbers, and government and societal pressure to widen access to non-traditional tertiary students (Blackmore, 2009; Bradley, Nugent, Noonan, & Scales, 2008; Marginson, 2006) has, and will continue to, impact on first year pedagogy and transition measures. Transition strategies have focused (and largely continue to focus) on engaging students academically, institutionally, and socially as a means of integrating them into appropriate tertiary discourses (Harvey, Drew, & Smith, 2006) . This paper is concerned with examining what first year, teacher education students value in learning and teaching, and what this might mean in terms of their engagement and transition. For this paper we draw on data from two separate cohorts of first year students studying at two Australian universities. One is a large metropolitan campus of a Queensland university and the other a regional campus of a large Victorian university.
Background to the Study
Theoretically, this paper is situated within the body of literature pertaining to the first year in higher education, specifically the body of literature examining issues of engagement with academic learning and transition. The experience of first year students in relationship to the scholarship of learning and teaching has been an ongoing focus within the transition literature for the last six decades. With this year marking fifty-five years since the initial survey of first year students in Australian universities (see for example Krause, Hartley, James, & McInnis, 2005; McInnis, 2001) it is timely to consider past findings and new ways forward.
The review of literature suggested that engagement and transition have become increasingly topical over the past decade, due to several reasons as noted above: institutional concerns with the social and economic costs of student disengagement particularly during and after the first year; increased Federal Government pressure in Australia to widen tertiary participation; and increased internal and external discourses of accountability and quality in higher education (Blackmore, 2009) . Despite almost 60 years of research and knowledge about engagement and transition in the first year, it is interesting to note that there is still no definitive model or models of best practice for the first year in higher education. This is despite calls for a more focused and co-ordinated approach to first year student engagement (Kift, 2008) . Although this paper uses grounded theory processes, it was useful to review previous research into student engagement and the first year student experience. Both to consider why transition and engagement remains an ongoing area of concern and also to discover how our findings matched previous trends.
The literature indicated the critical importance of student engagement with learning for successful transition into first year and persistence with academic learning in future years. This emphasis has remained remarkably consistent over the years (see for example Kift, 2004; Kuh 2002; Moss, Pittaway, & McCarthy, 2006; Tinto, 1975 Tinto, , 1993 . Current transition discourses place high importance on student engagement. According to Tinto (1993) engaged students have an enhanced first year student experience, have improved grades, and persist to graduation. Schulman (2002) further states that engaged students will also participate in lifelong learning. Traditionally, concern with student engagement has resulted in increased systemic and personal support for students (see for example Duff, Quinn, Johnson, & Lock, 2007; McInnis & James, 2004; White & Carr, 2005) . McInnis and James (2004) noted that predominantly this support is focused towards reducing the perceived dissonance between a student's existing academic practices upon entering the university and university academic practices. There has been less focus in both the Australian and international literature, reviewed for this study, on considering exactly what first year undergraduate students value in regard to learning, teaching and associated academic practices and how that might impact on their engagement.
Our original study was aimed at investigating first year students' teaching and learning needs and their engagement strategies, however, during the data analysis process, which used grounded theory processes, we started to realise that the teacher education students in our studies were also reporting on how they valued particular aspects of learning and teaching within their first semester program. This led us to reconsider the literature regarding the first year experience and to re-examine the literature on engagement through the lens of student values. A subsequent review of the literature identified a small body of research into undergraduate student values across all year levels in relation to learning and teaching, for 418 example: Cortazzi and Jin (1996) ; Crawford and Bradshaw (1968); McInnis, James, and McNaught (1995) ; Tam, Heng, and Jiang, (2009) ; Witcher, Onwuegbuzie, and Minor (2001) however there is little specific to first year transition. The dearth of research into what first year students value in learning and teaching indicates a gap in the first year transition literature. This paper seeks to start to address this gap.
The Study
The study used grounded theory processes, an emergent methodology, where themes emerge from the data rather than being directed by specific research questions (Glaser & Strauss, 1967) . As mentioned above, the original study intended to investigate the learning and teaching needs and engagement strategies of first year teacher education students. Twentyfour first year students, currently enrolled in a four year teacher education program of study at two different Australian universities, were involved in this study. Four focus groups were conducted in a metropolitan campus of a Queensland university at the end of first semester in 2007. Ten females and four males were involved in the two hour focus groups. The age of the participants ranged from 18 -43 years. In 2009, four focus groups of ten students (nine females and one male) were conducted at the end of semester one at a regional Victorian campus. In this instance, the age of the participants ranged from 18 -35 years. All participants were Australian citizens. Conducting focus groups over two different settings enabled us to compare data across two contexts and to begin to form generalisations about what students in a teacher education program of study value in their learning and teaching.
The focus groups were semi structured in that discussion points were initially presented to the group by a research assistant. These discussion points asked the student to reflect upon the first year teaching, their learning in their first year, their assessment completion strategies, and their engagement practices. Students were also at liberty to discuss any aspect of the first year. Each two hour focus group was electronically recorded and transcribed. Transcripts were then analysed using simple grounded theory processes (Glaser & Strauss, 1967) where data were compared against each other to identify categories and sub-categories. The categories of the practicum, learning and teaching and teaching staff were identified.
Findings
Teacher education programs are commonly designed to include university lectures, tutorial teaching, and regular structured periods of time where the students work alongside a practising teacher in a classroom setting. These practicum experiences are carefully designed to compliment and reinforce university teaching and to provide students with a structured and safe entry into the profession. At the time of this study the students in both tertiary settings had had one practicum experience of one week's duration and their role in the practicum had been limited to classroom observation, and on a rare occasion, teaching a lesson provided by their supervising teacher to individuals or small groups of students. It is not surprising given the important place practicum plays in the student's current and future lives that they would particularly value learning, teaching, and experiences that pertain to their future career.
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The Practicum
The students believe that the experience of practicum is the most important aspect of their degree because of its relevance to their future profession and its importance in determining whether they choose to undertake teaching. The following three excerpts also note that exams and subjects are not as valuable as the student's professional experience:
The While it is evident that practicum is valued because of its significance to their future careers, they also have strongly held opinions about what constitutes effective and relevant learning and teaching in their university based studies. Learning and teaching that is clearly related to their immediate needs such as practicum and passing assignments is highly regarded.
Learning and Teaching
While one student appears to value the socially constructive nature of learning, she is a lone voice in this cohort: However, while these two comments plainly divorce theory from practice the following comment recognises the relationship and notes the value of the practicum for helping the student understand their tertiary based learning.
[ While students are lukewarm about theoretical knowledge, they are quite adamant that they prefer subject content that has utility for their practicum. They want solutions, ideas, skills, and resources that will help them be successful in their practicums. Interestingly, the first excerpt is about having a toolkit of instant solutions rather than having a theoretical repertoire that enables her to work through problems.
You want solutions to problems. . . If you are out on a three week prac you don't want to have to spend a month trying to work out how to fix a problem. You need to be able to get to those problems. Get to the solutions or start to identify the problems before they get that extreme that you can't.
Stuff that you can take away and put in a folder or something so for your next prac you have got a visual to think of even for English or something that you would have the visual. I suppose that is my learning style, to have something you can pull out and refer back to quick and easy.
These previous two comments suggest a survival mentality amongst some students. This is also evident in the following quotes where the students want relevant and practical knowledge that that will assist them "now… not for when we graduate". This third quote indicates that the student would prefer to know about existing classroom teaching approaches rather than new approaches that may be more effective.
Finally, the students value teaching and learning that enables them to successfully complete university based assessments. The better lectures and classes are perceived to be those that focus on assessment.
I think tutes should be more focused on the assessments and how to do them rather than just. A lot of them seem to be wasting time. [The tutorials for the subject] were all about the assignments and how to write it and what was expected and where to find the information and what they wanted written and how to write it and how it all fits together. . . that is the first tute I've ever been to where I felt like it was worthwhile.
All the lectures that D presented prior to starting [the assessment] were really, really helpful because it outlined exactly everything that we needed to do. Examples of resources that we could use.
The message that students value teaching and learning that supports them in their practicums and assists them to complete assessment appears to be clear. They also value university teaching that is informed by current classroom practice and experience.
Teaching Staff
The students considered the most valuable lecturers were those who have current industry links, base their teaching on real life experiences, and are able to model effective classroom teaching.
[ The findings from our study indicate that students value the professional experience of lecturers, industry placement, and information that assisted them with successful completion of assessment tasks over what they perceived to be unrelated academic theory. That students value this form of knowing is recognised and understood within the teacher education literature (Darling-Hammond, 2010) . However, what that means in relation to students' engagement and transition is absent from the current discourse of first year higher education transition. We discuss this in the following.
Discussion
As noted earlier, research into first year transition has been an ongoing concern for almost six decades and yet given the extent of the literature there appears to be no definitive model of best practice for student engagement. Our initial aim of the study was to investigate engagement and successful transition practices of first year teacher education students. In the analysis of the focus group data it became evident that the students linked engagement with values. In an effort to understand this further and move the conversation about transition forward, we draw upon the work of Billet (2009). While Billet's (2009) interest is in the area of work integrated learning in higher education he offers potential insights into how we might begin to rethink first year transition. Billet reminds us that higher education deals in three types of knowledge:
• domain -specific conceptual knowledge -"knowing that" (Ryle, 1949) : i.e. concepts, facts, propositions -surface to deep. . . • domain -specific procedural knowledge -"knowing how" (Ryle, 1949) : i.e. specific to strategic procedures. . . and • dispositional knowledge -"knowing for" (i.e. values, attitudes) related to both canonical knowledge and instances of practice. . . including criticality. . . (Billet, 2009, p. 832) .
Billet (2009, p. 833 ) notes that the above three forms of knowledge are "richly interconnected and interdependent" and further notes that this interdependence is realised in practice. It appears from the findings of our study, that the students are privileging procedural knowledge, or knowing how, and failing to recognise or acknowledge the importance of the other two forms of knowledge to their learning. At this stage of their development as tertiary students and future teaching professionals it may be unrealistic to assume that they would begin to see, much less value, the interconnectedness of these forms of knowledge, especially given that they have only completed one limited practicum experience. Traditionally, higher education has valued all three forms of knowledge although, arguably, tending to privilege conceptual and dispositional knowledge above procedural. This is par-423 ticularly so in vocational programs of study where establishing and transmitting conceptual and critical knowledge is considered the domain of the academy while procedural knowledge is realised in the workplace. Our intention in this paper is not to delve into how to inculcate first year students into all three forms of knowledge, or whether it is feasible, reasonable, or timely to do so. Rather, the findings of this study alert us to consider how differences in the way knowledge is valued might impact on how students engage in their first year studies.
The transition literature is explicated in terms of institutional, academic, and psychosocial engagement and current theoretical approaches to first year transition advocate for either an integration approach or an adaptation approach to engaging students (Zepke & Leach, 2005 ). An integration approach assumes that the student assimilates into existing institutional and academic discourses while an adaptation approach focuses on valuing the student's cultural capital and adapting institutional and academic practices to suit student diversity. Conversations around integration or adaptation inevitably lead to tired discussions about student retention (Palmer, O'Kane, & Owens, 2009) , discussions that have been underway for 60 years. We support Palmer, et al. (2009) in advocating for a richer conversation around transition, one that incorporates the place and value of forms of knowledge and student learning. This conversation might start with an examination of what we in the academy value in terms of first year knowledge, why we value it, and what are the implications for student engagement and learning. To illustrate, the students in this study have identified an historical tension in teacher education between practice and theory (Darling-Hammond, 2010). However, rather than lament our first year student's apparent ambivalence towards deeper conceptual learning, a more productive conversation might focus on how our structures, pedagogy, and practices might privilege particular forms of knowledge over others and how these might contribute to such comments as "theories of blah blah blah up on a PowerPoint presentation. Doesn't mean anything. It is meaningless". For example, we might consider the types of subjects that are timetabled in first semester and whether they reinforce learning for teaching or learning for intellectual growth and development. We might also consider how the placement of practicum in the first weeks of their academic career sends messages to the students about what we in the academy value in terms of learning or teaching. Possible conversations and directions forward are discussed in the next section.
Future Directions
We propose that conversations about student engagement need to remain in the forefront of scholarly discussions regarding the first year in higher education. However, we also argue that wider conversations than those currently underway in the public domain are required. For instance, conversations considering how the values professed by the academy differ from those held by first year students about knowledge, learning, and teaching, and how that difference impacts on first year transition. In line with this, we need to examine what we value and how that is disseminated to our first year students. This might mean examining how institutional discourses about learning and teaching are presented to students through course structure, course content, and related practices.
Further conversations are also necessary as to the type and content of learning required by students in the first year. Learning and teaching that enables students to develop critical understanding and dispositional knowledge, rather than focusing on what students think they 424 want in an effort to retain them within the institution. To hold such conversations a reflective examination of our own practice is required.
Conclusion
This study has shown that the teacher education students in our studies are not evidencing a lack of engagement, rather they report high engagement with practicum and assessment related learning. This has highlighted to us that the important question is not whether first year students are engaged in learning, but rather what particular types of knowledge engage them and why, and what this means for their transition into higher education. Following this, conversations about how the types of knowledge first year students value align with traditional academic discourses about the place and value of particular forms of knowledge in first year transition pedagogy, are required.
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